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While transition from primary to secondary school is an exhaustively 
researched area, there is limited research into how the ideas and insights 
of children, particularly those with Special Educational Needs (SEN), 
could inform or guide successful school transition planning. The current 
article presents the final stage of an action research project in which a 
transition intervention was designed by students in collaboration with 
their schools and educational psychology services. The intervention, 
‘My New School’, was initially piloted in an inner‐city primary school 
in England (see Bunn, Davis and Speed 2017) and since has developed 
into a working tool for several other schools. Children’s views, 
alongside those of school staff, were used to inform the final design of 
‘My New School’ intervention. The article explores findings from 
analysing the participating children and school staff, alongside relevant 








Transition within pupils’ education is a well research phenomenon, with a 
significant focus on the move from primary to secondary school. Such 
transition embodies a number of changes across academic, social and 
structural levels, alongside emotional and social adjustment following 
physical relocation (Tobbell, 2014; Waters, Lester & Cross, 2014); it 
brings changes in school size, class structure, academic expectations and 
student autonomy, as well as in student diversity and peer and staff 
relationships, as students move from the top of one to the bottom of 
another complex social hierarchy (Anderson, Jacobs, Schramm & 
Splittgerber, 2000; Hebron, 2017).
Transition is recognised as a process involving anxiety and concern for 
much of the student population (Galton, Gray & Ruddock, 1999; Galton et 
al., 2003; Tobell, 2003; West et al., 2010; Zeedyk et al., 2003). Successful 
transition, while difficult to define, can be measured across different 
dimensions, including: academic performance and engagement; behaviour 
in the classroom; and social relationships with peers (Anderson et al., 
2000); improved confidence and self‐esteem; eased parental concern; 
increasing interest in school and school work; steady adjustment to new 
routines and school organisation; and curriculum continuity (Evangelou et 
al., 2008).
Research on the impact of transition on education outcomes has 
consistently identified ‘dips’ in attainment during periods of transition, 
both within the UK and internationally (Bellmore, 2011; Galton et al., 
1999, 2003; McGee, Ward, Gibson & Harlow, 2003; Stoll et al., 2003). 
Reports commissioned by the UK Department for Education and 
Employment found that almost half of students in English and Science 
(49% across both subjects) and a third of students in Mathematics (33%) 
made no progress in the year following their move from primary to 
secondary school (Galton et al., 1999, 2003).
Supporting students in transition is important for those with special 
educational needs (SEN), who find transition particularly challenging 
(Anderson et al., 2000; Galton et al., 1999; Hodson, Baddeley, Laycock & 
Williams, 2005; Lovey, 2002; West et al., 2010; Zeedyk et al., 2003; Rice 
et al., 2013). Within the UK, children and young people with SEN 
represent 14.4% of the student population (DfE, 2017) and enabling these 
children to meet their full potential is framed by statutory policy and 
legislation (Children and Families Act, 2014; DfE & DoH, 2015). Whilst 
students with SEN have reported similar concerns to the wider population 
of children (Maras & Aveling, 2006), lower levels of social support, lower 
academic self‐esteem and higher peer victimisation or bullying than 
typically developing peers have also been identified (Foely, Foley & 
Curtin, 2016; Hughes et al., 2013; Topping, 2011). Moreover, the social, 
emotional or academic needs of students with SEN can be amplified 
through the transition process (Hebron, 2017; Topping, 2011; West et al., 
2010) and their anxieties can persist longer into secondary, than those of 
other pupils (Hughes et al., 2013; Zeedyk et al., 2003). Unresolved, the 
long‐term impact of social and emotional difficulties can continue, often 
more severely into adulthood (Jones, 2013; West et al., 2010; Waters et al, 
2012).
To date, there is limited information into how children’s ideas and insights, 
particularly those with SEN, could inform or guide successful transition 
planning. Bunn, Davis and Speed (2017) aimed to address this gap by 
using insights of pupils with SEN to develop a transition intervention (My 
New School). The programme was initially piloted and has developed into 
a working tool for several other schools.
Study aim and method
The current study aimed to improve what was My New School pilot 
intervention, by using the opinions of Special Educational Needs 
Coordinators (SENCOs) who implemented the intervention, as well as the 
views and experiences of some of the pupils with SEN who took part in the 
programme. Three SENCOs who had implemented My New School
intervention in their primary school and a focus group of six pupils who 
had participated in these interventions were directly involved in the study. 
Additionally, secondary information consisting in brief evaluations of 15 
(year 6) students who completed My New School were also considered. 
Results were analysed using inductive thematic analysis (Braun & Clark, 
2006).
British Psychological Society’s (2014) and local authority’s ethical 
guidelines were adhered to when selecting the participants, gathering and 
analysing the data. Data was analysed by two researchers using inductive 
thematic analysis (Braun & Clarke, 2006) and accounts provided in the 
findings sections used S‐1 to S‐3 for SENCO related information and C‐1 




Analysis of the data available yielded three themes relating to the effective 
implementation of My New School (Figure 1): (1) The lead up to transition: 
planning and preparation; (2) The intervention experience: session 
delivery; and (3) The transition story: starting high school.
SENCO and student experiences of the My New School transition 
intervention: Themes and subthemes
The lead‐up to transition: planning and preparation
Within the first theme, three important subthemes emerged (Figure 2), 
described briefly below.
Subthemes related to lead up to transition: planning and preparation
Planning time and the timing of sessions was a challenging, but essential, 
part of the process. Participants suggested that sessions should be 
timetabled after Year 6 exams but emphasised that preparation should 
begin early and spread over the year. Although the number of sessions 
varied between schools, flexibility was central: “the first year we did six 
sessions, last year we did four … six was nice and comfortable but maybe 
somewhere in the middle” (S‐2).
Fig. 3
Selecting the intervention group was another interesting finding. Although 
the intervention focused on students with SEN, participants thought group 
selection should be based on individual need and not a SEN label: “not just 
choosing children because they had SEN” (S‐3). Whilst identifying 
appropriate students was important, group dynamics was also found 
relevant: “I think it’s about selecting a group that will work well together 
(…) and understanding the intervention may not be suitable for every 
child” (S‐1).
Preparing tools and resources was another factor considered  to be 
important; using technology to find information about high school was 
found relevant: “using the iPads, using things from the websites was really 
useful” (S‐2), although physical resources may also provide alternative 
means for research: “maybe collecting a bit more stuff in advance, like the 
high school prospectuses (…) in case the technology isn’t working” (S‐1).
The intervention experience: session delivery
This theme yielded four subthemes (Figure 3).
Subthemes related to the intervention experience: session delivery
Sessions adopting a flexible, child‐centred approach, was important in 
successful interventions. For SENCOs, it was essential that My New School
booklet guided session delivery and prompted discussion yet maintaining 
adaptability: “follow the very general structure but they might want to 
tweak or add something that’s very specific to them or the school” (S‐1). 
Additionally, the students found that the sessions fostered a sense of 
excitement: “I don’t know about you guys but it got me quite excited to go 
up to high school” (C‐1) and made them better prepared for transition: 
“you were fully able to calm down and when it got closer you’d be able to 
just relax and feel more confident going into high school” (C‐5).
Fig. 4
Intervention - Interestingly, the intervention was not about completing My 
New School booklet, but about facilitating discussion: “it was the 
conversations around what was in the book that was useful, rather than 
finding out the actual information” (S‐3); “it was also nice to, when we did 
drawing and things it would be drawing, but it would also be chatting at 
the same time” (C‐1); “you should never introduce a rule of silence” (C‐2). 
Discussion enabled students to share their feelings and lessen anxiety, 
provide clarity and demystify high school: “they always come up with 
myths and legends” (S‐1).
Facilitator’s role was another important component of the intervention: “it 
(…) helped children really develop and support their confidence” (S‐3); 
particularly for encouraging meaningful discussion. The facilitator was not 
about directing information or answers, but to support students with 
problem‐solving strategies: “we talked about how would they tell 
somebody if they needed some help … it was more the positives and how 
you are going to solve that” (S‐2).
Gradual exposure to high school was especially important for students, as 
some felt overwhelmed by the larger open days: “I didn’t actually feel that 
confident on induction week … you start to get to know the school but you 
still think or you still feel a bit closed in” (C‐3); “it would have also helped 
to go back on a different day or a different session – come back here and 
walk around the entire school to where you could have food and where the 
toilets are” (C‐2). As well as visits to high school, inviting key secondary 
staff and students to primary school could support the transition: “the 
SENCO is going to come here and do meetings with parents and children 
as well. We’re trying each year to tweak it a little bit so it’s better” (S‐1); 
“we should go and tell them it’s OK” (C‐4).
The transition story: starting high school
Within this last theme, four important subthemes emerged (Figure 4).
Subthemes related to the transition story: starting high school
Within the reality of high school, students identified several experiences 
that were difficult to prepare for, despite the intervention. This included a 
greater workload, particularly homework: “at first you get loads of 
homework” (C‐3); “there’s on average about five bits of homework a 
week” (C‐2). This could be a challenging adjustment from primary school 
and some felt more preparation within primary school could support this 
change: “I think we should slowly get – not get more and more, but get 
more used to having homework before high school” (C‐4).
Additionally, the impact of increased school size, with large student 
numbers could amplify feelings of anxiety or helplessness: ‘there’s big 
groups of people and there’s you on your own and you just feel really 
vulnerable’ (C‐3). Despite site visits or open days, students found 
orientating high school challenging and getting lost was common: ‘I was 
afraid to walk around the school because I didn’t know my way, I didn’t 
know where to go’ (C‐4). This experience could increase feelings of 
vulnerability: ‘you’re just lost and you feel smaller than you already are’ 
(C‐5).
Challenges associated with transitioning into the bottom of the school 
hierarchy were also difficult to prepare for: “the older kids think they are 
better than you” (C‐4), with experiences that varied in significance: 
“people think it’s funny to take the mick” (C‐5), “when I first got here, 
loads of times, you ask someone who’s older than you where to go and 
they take you to the wrong place” (C‐1); “(…) and getting shoved down 
the stairs” (C‐6). Experiences could be mentally and physically unsettling: 
“you’re the shortest and you’re the smallest and you’re the easiest to push 
around and you get shoved up on the walls” (C‐1). Students found these 
situations an unavoidable part high school: “you need to be prepared to be 
teased … it’s just something you have to deal with” (C‐2).
Using available support systems is seen to mitigate challenges associated 
with high school: “somethings do make it easier to come up, if you have a 
really good friendship group or, I’ve got a sister in Sixth Form and she’s 
been here for ages” (C‐1). For socio‐emotional concerns, students 
identified strategies for accessing support: “the pastoral manager will 
never say no when something is wrong with you, they’ll always 
acknowledge that you feel hurt by a comment that someone’s said” (C‐2); 
and demonstrated knowledge of outside agencies for more serious events: 
“sometimes you get referred to actual proper sessions outside of school, 
and the evenings and you can talk about some things that are bothering 
you” (C‐1).
While using available support could alleviate some transition challenges, 
students wanted the capability to face difficulties independently: “you need 
to build up confidence to make sure you know what you’re actually doing” 
(C‐3), becoming involved in a personal process of self‐development. This 
process takes time: “you first feel shy and then, as you slowly and slowly 
progress, you start to break out of your shell a little bit and see what it’s all 
about really” (C‐4); “half of you wants to say, “let’s go to a classroom and 
ask a teacher where I need to be”, and the other half of you is saying, “you 
don’t need to do that, you need to be more responsible, you can find it 
yourself”” (C‐3).
Last but importantly, students felt it was difficult to understand the reality 
of high school without going through it: “I feel like you’re never actually 
going to know what the school’s like unless you go here” (C‐1). They 
reflected that passing on experience and insight by enabling Year 7 
students to share their experiences with Year 6 students could help prepare 
others for the move, but not make them panic: “I think the thing is to not 
scare the younger ones, because things do happen, I think it’s good to 
acknowledge that, but also, it’s very rare” (C‐2). Facing challenges was 
key for developing confidence, resiliency and independence: “no matter 
how confident you feel, you still sometimes feel – not unsafe – but you 
still feel vulnerable” (C‐4).
Discussion
Data analysis highlighted several focal points for the effective 
implementation of My New School. Three key themes (the lead‐up to 
transition – planning and preparation; the intervention experience – session 
delivery; and the transition story – starting high school) were highly 
suggestive that the intervention should not be treated as a time limited 
experience, but more as a longer process starting in year 6 and finishing in 
year 7. The three themes are discussed below in the light of the literature 
already available, alongside implications for practitioners.
The lead‐up to transition: planning and preparation
SENCOs’ reflections related to allowing time to prepare and introduce 
students to transition support Jindal‐Snape and Foggie’s (2008) report that 
many parents and professionals thought students could benefit from earlier 
preparation. Indeed, students’ level of preparedness has been identified as 
an integral factor for facilitating successful transitions; in a conceptual 
framework for understanding and improving school transition, Anderson et 
al. (2000) explored transition success or failure alongside factors of 
preparedness and support. The less prepared a student was for transition, 
the more support was required to facilitate the process. Both preparedness 
and support relate to academic, emotional or social outcomes highlighting 
the need for comprehensive and carefully planned efforts. Cauley and 
Jovanovich (2010) identified five factors for developing an effective 
transition programme including: continuous planning and communication 
among a diverse planning team; incorporation of social and academic 
concerns into programmes; utilisation of a range of activities; continuity of 
support from primary to secondary; and particular support given to more 
vulnerable students. Following this system can support the effectiveness of 
My New School.
Selecting the intervention group is another crucial factor, with views that 
intervention groups should be selected based on need rather than SEN label 
and include those with high anxiety or low confidence. West et al. (2010) 
also argued that students’ personal characteristics were central to their 
transition experience. Within their study, students with lower self‐esteem 
and academic ability experienced poorer school transitions that impacted 
future attainment and depression levels by age 15. Irrespective of SEN 
label, this included students who were anxious, felt less prepared for 
secondary or had experienced victimisation. On predicting successful and 
difficult transitions, Rice, Frederickson and McManus (2015) argued that 
no single group was more vulnerable to poorer transition. Rather, a range 
of risk and protective factors were associated with outcomes, including 
gender, socio‐economic status, learning motivation, parental concerns and 
levels of psychological wellbeing.
Selecting a group that worked well together could also impact intervention 
outcomes. Reflecting on Tuckman’s model of group development (1965), 
new groups go through stages that enable them to grow, face challenges, 
find solutions and meet goals. Understanding these stages can help teams 
become effective more quickly. Tuckman’s model has framed further 
investigation into complex group dynamics and remains an accessible 
starting point for understanding group function and effectiveness (Rickards 
& Moger, 2000; Whetten & Cameron, 2007). The intervention’s emphasis 
on group discussion, combined with time limited nature of the process, 
means that prior knowledge of student dynamics may expedite the group 
development process. This may be achieved through collaboration with 
staff, and indeed, with students themselves.
The intervention experience: session delivery
My New School aimed to provide students with opportunities to explore 
and discuss feelings and strategies around transition, within a flexible, 
child‐centred ethos of session delivery. Fundamentally, listening to 
children and young people is supported by policy, including the United 
Nations Convention on the Rights of the Child (1989), the Children and 
Families Act (2014) and the Department for Education’s Special 
Educational Needs and Disabilities (SEND) Code of Practice (2015). 
Within transition, students’ views have been identified as a valuable 
resource to inform and contribute to improvements; research, however, has 
repeatedly identified a mismatch between adult and pupil perceptions on 
transition challenges (Galton & Morrison, 2000). School staff concerns 
have focussed on learning or attainment outcomes while students have 
expressed greater concern around social‐emotional factors (Ashton, 2008). 
As a result, school strategies for managing transition that focus on 
organisational or administrative processes may satisfy school objectives, 
but may not acknowledge or meet student’s needs (Topping, 2011). To 
manage transition, personal and social concerns must be understood, 
addressed and incorporated into processes (Jindal‐Snape & Foggie, 2008), 
moving focus away from academic attainment and towards fostering a 
sense of security (Scanlon et al., 2015). Within the current study, the 
impact of a flexible, child‐centred ethos resulted in student reports of 
increased confidence and optimism about high school.
Additionally, discussions, enabling students to share their anxieties and 
problem‐solve solutions collectively, were seen to have a significant 
impact on easing students’ concerns and improving confidence. To 
understand the impact of collaborative discussion within My New School, 
principles behind cooperative learning and Social Interdependence Theory 
can be explored and applied (Johnson & Johnson, 1989, 2005). 
Cooperative learning occurs where students work together to collectively 
complete tasks with mutual benefit; supporting and encouraging one 
another, taking responsibility for their own and others’ learning, and using 
group social skills to meet aims (Johnson & Johnson, 1989, 1999). This 
approach can positively impact academic, social and emotional outcomes, 
including reduced bullying or victimization and higher engagement or 
attainment (Johnson & Johnson, 2002b; Van Ryzin & Roseth, 2018). 
Social Interdependence theory posits that creating a positive context of 
social interdependence is crucial for enabling cooperative learning 
(Johnson & Johnson, 2005). The use of the discussion described by 
participants within My New School are consistent with a cooperative 
learning approach, in which students work collaboratively to find strategies 
for managing transition. In this sense, competition is removed as students 
promote each other’s success – giving and receiving help, information and 
feedback (Johnson & Johnson, 2002a). Additionally, self‐organised 
learning can be used to explore the value of discussion (Dolan et al., 2013; 
Harri‐Augstein & Thomas, 1991; Mitra and Dangwal, 2010; Mitra, 2012; 
Thomas & Harri‐Augstein, 1985). Self‐organised learning enables students 
to use conversation, collaboration and thinking tools to problem‐solve and 
construct personal meaning from learning (Lee Looi Chng & Coombs, 
2004), encouraging students to work together using the internet to answer a 
series of questions. The facilitator has minimal input, taking on a mediator 
role to encourage feedback or refection during discussion (Mitra, 2012). 
Self‐organised learning promotes learning through conversation at two 
levels: through internal reflection within the individual, and through 
external discussion with others (Thomas & Harri‐Augstein, 1985). While 
individuals develop these skills, the facilitator must create an open, 
flexible and non‐judgmental environment that enables the construction and 
reconstruction of personal meaning through conversation (Lee Looi Chng 
& Coombs, 2004). Similarly, My New School aims to empower students to 
take responsibility for their development by identifying their needs and 
strategies, evaluating outcomes and reflecting on the process. This learner‐
centred approach, in which students are responsible for their behaviour and 
learning, can promote self‐directed, independent and lifelong learning and 
problem‐solving skills.
The facilitator was also found crucial for enabling meaningful discussion 
in My New School. Facilitating cooperative learning involves constructing 
a learning environment where students can facilitate each other’s 
development (Ballantine & Larres, 2007). Within My New School, the 
facilitator takes on a mediating role over directive teaching, encouraging 
learning and development through peer interaction. This approach 
represents a shift from traditional pedagogy that has historically 
emphasised a teacher‐student dyadic over co‐learning between peers 
(Johnson & Johnson, 2008; Jolliffe, 2007). A mediation approach reflects 
what Blatchford, Kutnick, Baines and Galton (2003) describe as social 
pedagogy. Framed by social constructionist underpinnings of Piaget (1959) 
and Vygotsky (1978), social pedagogy explores how peer relations and 
group interactions impact learning and development, with improvements 
reported in academic progress, pupil interaction and high‐level discussion 
(Baines, Blatchford & Chowne, 2007; Baines, Rubie‐Davies & Blatchford, 
2009). Blatchford et al. (2003) outline four key dimensions where the 
facilitator can apply strategies for maintaining a social pedagogy: (1) the 
classroom context: preparing the classroom and the groups; (2) interactions 
between children: preparing and developing pupil skills; (3) the teacher's 
role: preparing adults for working with groups; and (4) tasks: preparing the 
lessons and group work activities. Within these dimensions, the facilitator 
is instrumental in strategically organising groups and tasks and mediating 
interactions to enable positive outcomes. Although social pedagogy was 
developed within a classroom context, the underlying principles can 
arguably apply to interventions like My New School where an emphasis on 
group work and peer‐peer learning is integral.
Last, gradual exposure to high school was seen to alleviate transition 
anxiety and improve confidence in My New School. This process included 
familiarisation with physical or logistical aspects of high school, as well as 
social relationships between staff and peers. Evangelou et al. (2008) 
endorsed gradual transition exposure, arguing that visits to and from 
schools were simple, practical strategies for supporting students. Within 
their study, students who felt supported in settling in through visits, tours 
and taster‐days were more likely to report a successful transition. 
Integrating social support strategies have also improved adjustment, 
including mentors for new students and starting Year 7s before older 
groups (Coffey, 2013; Evangelou et al., 2008). The gradual exposure to 
school represents a practical element of the intervention that can be 
explored through behavioural principles underpinning systematic 
desensitization (Wolpe, 1958). Traditionally used to overcome fears or 
phobias, individuals incrementally challenge fears, build confidence and 
develop skills to overcome anxiety. Traditionally, systematic 
desensitization has three stages: creating an anxiety hierarchy, learning 
relaxation skills, and pairing relaxation with stressful situations. The 
gradual exposure to high school can be likened to this hierarchical process. 
Students begin by thinking and talking about high school transition and as 
sessions progress, exposure and contact with schools increase as students’ 
research, plan routes, meet key staff, and visit new environments. 
Reflecting on systematic desensitization, the incorporation of relaxation 
skills or meditation into My New School could be explored. The benefits of 
these practices include improved stress management, self‐awareness and 
emotional coping (Wisner, 2014), lower anxiety and higher resilience 
(Wendt et al., 2015). While setting and delivery of techniques can impact 
their effect (Waters, Barsky, Ridd & Allen, 2015), relaxation skills may 
provide students with additional, practical methods for easing transition 
anxiety.
The transition story: starting high school
When reflecting on the reality of high school, participating students 
described challenges that complemented existing literature: increased 
workload or homework (Rice et al., 2010; Zeedyk et al., 2003); the impact 
of increased school size such as getting lost and crowds (Ashton, 2008; 
Galton & Morrison, 2000); and difficulty transitioning to the bottom of the 
school hierarchy (Hebron, 2017; Zeedyk et al., 2003). Transition is a 
challenging process, representing interruptions across academic, social and 
structural levels (Anderson et al., 2000; Tobbell, 2003; Waters et al., 
2014). Increased anxiety, reduced attainment and social difficulties are 
common across the student population (Galton & Morrison, 2000; Hebron, 
2017; Neal et al., 2016), with greater detrimental impact reported for 
students with SEN (Bloyce & Frederickson, 2012; Maras & Aveling, 2006; 
Scanlon et al., 2015). Consistent with research (Ashton, 2008; Rice et al., 
2011; Scanlon et al., 2015), learning issues were rarely raised by 
participating students, suggesting that academic concerns may be less 
important than socio‐emotional factors, regardless of SEN. Consistent with 
previous literature (Graham & Hill, 2003; Lucey & Reay, 2010; Measor & 
Woods, 1984; Zeedyk et al., 2003), transition anxiety was often coupled 
with a sense of excited anticipation, with students expressing optimism 
around their growing confidence and independence. Lucey and Reay 
(2000) argued that research tends to focus on the negative function of 
anxiety associated with transition, but it is equally important to recognise 
the positive, developmental function of this process. Lucey and Reay 
(2000; 2010) suggest that transition challenges, and the associated anxiety, 
were central to developing coping strategies, gaining autonomy and 
independence, and constructing a strong sense of self (Lucey & Reay, 
2000).
Participating students identified support that alleviated challenges, yet 
aspired the confidence to face challenges independently. Students’ 
personal process of self‐development described the process of becoming 
independent and autonomous, an expression of agency known as self‐
determination – an individual’s ability to define and achieve their goals 
(Hui & Tsang, 2012). Self‐determination theory (Deci & Ryan, 1985) 
posits that constructive psychological development can occur when an 
individuals’ three fundamental needs of autonomy, competence and 
relatedness are met (Deci & Ryan, 2000; Ryan & Deci, 2000). Within 
education, students experience autonomy when they can explore, take 
initiative and problem‐solve independently; feel competence when faced 
with challenges and receive feedback; and experience relatedness when 
they feel listened to and included (Hoffman & Field, 1995). Meeting these 
needs can enable students to be intrinsically motivated to engage in their 
learning environment, supporting academic engagement and learning 
outcomes (Niemiec & Ryan, 2009). Within a SEN context, Wehmeyer’s 
(1999) functional model of self‐determination suggested that students can 
become causal agents over their lives when they are enabled to 
demonstrate behavioural autonomy, self‐regulated behaviour, self‐
realisation and psychological empowerment. Field & Hoffman (2002) 
suggest that schools should support this process by creating an 
environment that is implicit and explicit in skills, knowledge and attitudes 
for developing self‐determination.
Finally, this study suggests that passing on students’ experiences and 
insight could support transition by informing others about the realities of 
high schools. This process may help support Year 6 students and also 
forms part of the wider transition story for Year 7 students. Reissner 
(2004) suggested that sharing each other’s “stories” can enable individuals 
to learn from and adapt to changing roles and relationships (nb: here 
“story” is defined as a personal account of an experience within a setting, 
as per Reissner, 2008b). This complex process often involves multiple 
stories being carried out simultaneously which form part of a longer, 
ongoing story (Reissner, 2008a). Within the context of the current study, 
transition represents part of a student’s wider story, and individual 
experiences or challenges within this process all contribute to the student’s 
self‐development. This act of passing on experiences and insight reflects a 
coaching approach, where Year 7 students, in effect, become mentors for 
other students. Reissner (2008a) suggested that sharing narratives can help 
those in a coaching role make sense of their story and create an effective 
interaction with those they are sharing with. By sharing experiences, 
students can communicate knowledge and learning that can enable both 
themselves and others to make sense, understand and prepare for change 
(Reissner, 2008a).
Conclusions and implications for practice
This study reinforced what some could argue are well established views 
and overly searched approaches in educational psychology. This may well 
be true and the authors do not claim to have revolutionised the area of 
school transition. This said, the whole process was a positive, enhancing, 
experience for all those participating in this study and the action research 
process emphasised significant insights from students and school 
practitioners, who so neatly match contemporary literature and ethos.
Because of the participants’ powerful messages, the authors believe that 
the practical implications of this study are slow and long‐lasting in the 
geographical area in which it has been undertaken. It started as a pilot, 
captured the interest of some other schools and currently there are 
discussions about promoting My New School as a county wide 
intervention. There are also plans about publishing the intervention with its 
accompanying facilitator’s manual for wider use.
For the interest of knowledge and practice, three main implications of this 
study were considered important by the authors:
• Those willing to use My New School transition intervention should 
allocate sufficient time for it and should avoid treating it as a time 
limited intervention including only the steps within the booklet, but 
approach it as an active process, with due attention for preparation, the 
process of the actual intervention, and meaningful links with the high 
school. Because of this the authors considered it essential to provide a 
facilitator’s manual to accompany the booklet.
• Features of the facilitator were found to be essential in the success 
of the sessions. This means that, if My New School is to be run by 
school, within school, choosing a mindful, child focused facilitator is 
very important in the success of the intervention. The facilitator’s skills 
will dictate, to some extent, the selection of the student group.
• Last but very importantly, those wishing to have successful 
outcomes should not ignore the significant resource of the children – 
identify it, value it and grow it! The study also identified the importance 
of narratives in coaching peers; it is hence important to tap on such 
resource and use students as peer mentors to provide greater insight for 
those going through school transition.
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